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Abstract: Seeing the significance of exploring associate
teachers’ views about teaching practicum, this qualitative case
study aims to seek answers to the questions of what the selfperceived roles of four Turkish associate teachers in teaching
practicum are and what their perceptions concerning the
adequacy of the length of teaching practicum in Turkey are.
Additionally, the present research targets finding answers to the
questions of whether teaching practicum contributed to the
professional development of the last trainee teachers the
associate teachers have mentored and if mentoring fosters their
own professional development. The results indicated they
considered offering professional and emotional support to
trainee teachers as their pivotal roles in teaching practicum
and the length of teaching practicum as insufficient. The
findings also demonstrated that the associate teachers believed
teaching practicum substantially contributed to the professional
development of the last trainee teachers they had mentored and
mentoring enhanced their own professional development.

Introduction
Pre-service teacher education, of which teaching practicum is a crucial component,
occupies a vital place in trainee teachers’ (TTs) learning (Vries et al., 2015), and its quality is
a parameter exerting profound influence on their desire to enter and stay in the profession
(Moses et al., 2017). Associate teachers (ATs) (refers to practicing teachers mentoring TTs in
teaching practicum) take on a leading role in the transition of TTs from on-campus learning
to learning what it means to be a teacher in real classes (Black et al., 2016; Ramsaroop &
Gravett, 2017). Ambrosetti and Dekkers (2010) maintain literature encapsulates diverse
definitions of mentoring due to the variations in how it is viewed and define it as:
Mentoring is a non-hierarchical, reciprocal relationship between mentors
and mentees who work towards specific professional and personal
outcomes for the mentee. The relationship usually follows a
developmental pattern within a specified time frame and roles are defined,
expectations are outlined and a purpose is (ideally) clearly delineated
(p.52).
Literature review on teaching practicum has unfolded that it has not been examined in
a wide range of studies from ATs’ points of view (e.g., Altan & Sağlamel, 2015; Beck &
Kosnik, 2000) as against the number of research on exploring it through the lens of TTs (e.g.,
Allen & Wright, 2014; Choy et al., 2014; Jones & Ryan, 2014; Yan & He, 2010). Therefore,
the present study is likely to contribute to expanding the literature on ATs’ conceptions of
teaching practicum by investigating four Turkish ATs’ viewpoints on it in detail. The
Vol 47, 2, February 2022

1

Australian Journal of Teacher Education
findings to be presented in this paper could prompt policy makers to take initiatives for
making changes in how teaching practicum is executed to maximize its positive effect on not
only TT but also AT professional learning.

The Role of ATs in Teaching Practicum

ATs need to be clear about the roles they are to play in teaching practicum because, as
has been maintained by Clarke et al. (2014), confusion about what is expected of them may
jeopardize lending quality support to TTs. The common findings in the studies undertaken to
explore the role of ATs in teaching practicum revealed that ATs provided support, feedback
and guidance to TTs (Beck & Kosnik, 2000; Chien, 2015). The diverse roles to be adopted by
ATs were examined in the study conducted by Davis and Fantozzi (2016). The results
showed that the TTs wanted their ATs to fulfil three roles: “mentor as emotional support”,
“mentor as instructional coach” and “mentor as gatekeeper” (pp. 257-260). Similarly, the
roles of ATs were reported to be “mentors as instructional coaches”, “emotional support
system” and “socializing agent” in Butler and Cuenca’s (2012, p. 296) paper. Another role of
ATs has been identified as strengthening TTs’ motivation through the medium of
underscoring their strengths while mitigating the ways of expressing their weaknesses (Lin et
al., 2019). Fulfilling the self-perceived needs of TTs, comprehending their theoretical
perspectives, becoming friends with them, providing support to them and evaluating their
teaching practices were yielded to be the roles of ATs in the study carried out by Li (2009).
With a view to performing their roles in teaching practicum, ATs need to possess a set
of skills. Black et al. (2016) deemed patience, strong communication skills, teaching
expertise and developing a positive relationship with TTs as the skills fundamental for
effective mentorship. The researchers also pointed out the requirement for training ATs in
how to be a good mentor. Additionally, ATs’ willingness to supervise TTs could serve an
essential function in duly performing their duties. Providing ATs are emotionally committed
to their duty of mentoring, they might put more considerable and sustained effort into
mentoring TTs (Sandik et al., 2019). Remarkable in the findings of the studies on the role of
ATs in teaching practicum is the probability of undermining the independence of TTs by
making them do what ATs want them to do (Beck & Kosnik, 2000). TTs’ recommendations
for ameliorating the effectiveness of teaching practicum are, thus, related to having more
independence of lesson planning though they abstain from undervaluing the support and
guidance offered by ATs (Fazio & Volante, 2011).
Perceptions of ATs regarding their roles in teaching practicum are examined in a
number of research. For instance, the one conducted by Hall et al., (2008) revealed that
“emotional and professional support to TTs, critical evaluation and team teaching and
collaboration” (p. 335) were amongst the self-perceived roles of the participating ATs. The
participants were asked to range their roles from the most significant to the least significant in
that study as well. “Modelling/demonstrations” and “providing critical feedback” were
chosen as the first two most important roles of ATs. In the research carried out by Izadinia
(2015), it was revealed that there was congruence between what the ATs considered their
responsibilities were for mentoring the TTs and how the TTs evaluated the ATs’ performance
in teaching practicum. The TTs perceived their ATs as mentors supporting them, giving
feedback to them and engaging in effective communication with them.
Conversation between TTs and ATs has a prominent role in supporting TTs’
understandings of the teaching profession, characteristics of good teachers, the development
of their teacher identities (Sheridan & Young, 2016; Tillema et al., 2011). Responsive
mediation, whereby TTs appropriate what they learn by interacting with ATs and commence
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to function independently, is suggested as a medium for promoting TT learning (Yoon &
Kim, 2019). Building up a positive relationship with TTs in teaching practicum is construed
to be crucial for assisting TTs in improving their teaching practices (Chien, 2015; Graves,
2010; Hudson, 2016). The readiness of ATs for mentoring is also of high significance for TTs
to make the most of teaching practicum. To illustrate, in the research conducted by Grundnoff
(2011), it was revealed that practicum experiences were insufficient in preparing TTs for the
first year of teaching. Therefore, it was suggested to reorganize practicum by letting TTs start
school-based experience at the beginning of the school year rather than the school term.
However, it was pointed out that could be accomplished only if ATs were willing to work
with TTs at the beginning of the school year, which necessitates the careful selection of ATs
(Tshuma & Ndebele, 2015).
One of the duties of ATs in teaching practicum is making decisions about TTs’
readiness for beginning to teach. Nevertheless, in place of grounding the decisions upon
standardized criteria, ATs might resort to their experiences, resulting in incongruence
between the decisions they make (Ell & Haigh, 2014). For this reason, ATs’ knowledge base
of mentoring needs to be extended through taking into account their knowledge of TT
learning. The study done by Ginkel et al. (2018) aimed at investigating how ATs viewed the
differences and similarities between the novice teachers they had mentored. Two reported
differences were linked with the differences in the novice teachers’ “personal engagement
with pupils” and “perfectionism and self-confidence”. The research done by Altan and
Sağlam (2015) on how ATs evaluated TT performance in teaching practicum yielded both
negative and positive points. The positive ones involved exchanging ideas with ATs related
to teaching, using a variety of materials in the classroom, increased level of student
motivation and contribution of TTs to the professional development of ATs. The negative
ones included TTs’ not being skilled in classroom management and their uneasiness with the
possibility of not fulfilling the requirements for following the curriculum.
Studies on ATs reveal that they are unsure about what is expected of them in teaching
practicum and how to supervise TTs. Grimmett et. al. (2018, p.340) revealed in their study
that repositioning ATs as “fellow teacher educators” helped them boost their self-confidence
in contributing to the professional development of TTs. Development in mentoring skills
could be realized by merging research-based knowledge and the knowledge rooted in ATs’
experiences of mentoring (Tang & Choi, 2005). This means that ATs’ professional
knowledge of mentoring might be broadened though bridging the gap between theory and
practice. The need for continuing AT professional development to help them be clear about
their responsibilities in teaching practicum and to boost the quality of their mentoring is
accentuated in the literature (Mtika, 2011; Turnbull, 2005).
The Contribution of Mentoring to ATs’ Professional Development

Teaching practicum performs a crucial function as a joint learning environment where
TTs in collaboration with ATs can find a chance to transfer the pedagogical content
knowledge they acquire on campus into practice. Accordingly, they can get prepared for
dealing with the complexities of real teaching. Nevertheless, it is not only TTs developing
professionally in teaching practicum but also ATs. A number of research has yielded that
ATs can also derive substantial benefit from mentoring such as catching up with new
teaching practices and uncovering their pedagogical knowledge as providing feedback to TTs
(e.g., Hudson, 2013; Jaipal, 2009; Margolis, 2007; Mukeredzi, 2017; Wang & Ha, 2012).
Seeing the absence of research extensively investigating ATs’ views about teaching
practicum, this research aims at broadening the existing body of knowledge on ATs’
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viewpoints on teaching practicum through finding answers to the following research
questions:
1What are the self-perceived roles of ATs in teaching practicum?
2What are the perceptions of ATs regarding the sufficiency of the length of teaching
practicum for preparing TTs for real teaching?
3What are the perceptions of ATs of the effectiveness of teaching practicum in the
professional development of the last TTs they have supervised?
4What are the perceptions of ATs with respect to the contribution of supervising TTs to
their own professional development?

Methodology
Research Design and the Setting

This research is designed as a qualitative case study as it concerns a detailed
exploration of the perceptions of the participating ATs regarding teaching practicum, and as
is purported by Pandey and Patnaik (2014), in qualitative research, “the researcher builds a
complex, holistic picture, analyses words, reports detailed views of informants” (p. 5745). In
Turkey, where the present research is conducted, TTs are to do their teaching practicum in
the last year of pre-service teacher education programs, lasting for four years. As a course
requirement, TTs are placed in a state-run primary (grades 1-4), secondary (grades 5-8) or
upper secondary school (grades 9-12). TTs are to teach at least four lessons in 14 weeks,
indicating the duration of the spring term of the last academic year during which they do their
teaching practicum. TTs are to go to their placement schools at least once per week. The
lessons taught by TTs are observed and evaluated both by ATs and university supervisors.
Prior to beginning to teach, TTs are expected to observe their ATs’ classroom practices to
gain an overview of how they conduct teaching. Moreover, teaching practicum acts like a
learning environment where TTs learn about the operation of the school system and what
duties other than teaching ATs meet at school. In the context of this research, only teachers
having attended training in mentoring TTs before, offered by Ministry of National Education,
can be allocated as ATs by school principals (Ministry of National Education, 2018). The
training aims to equip ATs with the skills and knowledge of mentoring TTs effectively,
including how to offer feedback to them on their teaching practices and carry out the
evaluation process. That is, ATs do not mentor TTs on a voluntary basis.

Participants

Convenience sampling was used to select the participants of the study. They were four
female ATs teaching at a state-run upper-secondary school and collaborating with the
researcher on supervising eight trainee English-as-a-foreign-language teachers.
The ATs ranged in age from 35 to 55. The ATs’ years of teaching experience showed
a variation between 12 and 32 years. Three ATs held a BA degree in English language
teaching whereas one had a BA and an MA degree in English language and literature when
this research was conducted. The AT having the most mentoring experience had been
supervising TTs for 13 years whilst the AT with the least supervising experience had been
mentoring TTs for two years. All the participants were assigned to mentor the TTs by the
principal without being asked if they were willing to supervise them. Two trainee English-asa-foreign-language teachers were supervised by one AT. The ATs had participated in training
in how to mentor TTs once before. At the end of the teaching practicum lasting for 14 weeks,
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the ATs were informed about the purpose of the study and their consent to take part in this
study was obtained. Information on the participating ATs that could reveal their identity will
not be shared throughout the research to maintain anonymity and confidentiality.

Data Collection and Analysis

The data were collected by conducting an in-depth interview with the participants to
find out answers to the research questions. The interview questions were as follows:
1Tell me your perceptions of the role/s an AT plays in teaching practicum.
2Tell me what you think about the adequacy of the length of teaching practicum for
preparing TTs for the teaching profession.
3Tell me your ideas about the effectiveness of teaching practicum in the professional
development of the last TTs you have mentored.
4Tell me your ideas if mentoring has contributed to your own professional
development. Please give some concrete details.
Each recorded interview lasted between 35-40 minutes and was transcribed verbatim.
Inductive content analysis was conducted by two coders in an effort to analyse the gathered
data. Categories were collated from codes, and then, grouped into themes. Peer debriefing
was used with a view to unfolding the researcher’s bias against the data and analysis, which
aided in establishing the credibility of the research, as is suggested by Lincoln and Guba
(1985). Aside from peer debriefing, the transcribed interviews were shared with the ATs to
ascertain the transcriptions mirrored what they had in their minds, and the findings were also
presented to them in an effort to ensure the findings reflected what they intended to state
(Lincoln & Guba, 1985; Merriam, 1995).

Findings
The findings demonstrated that the ATs believed they fulfilled a number of roles in
teaching practicum, whose length should be increased. The findings also revealed the ATs’
strongly-held beliefs in the significant contribution of the teaching practicum to the last TTs
they had supervised and to a large extent in its invaluable contribution to their own professional
learning. Succeeding paragraphs involve the detailed findings as to the research questions.
ATs’ Self-Perceived Roles in Teaching Practicum

The analysis of the data revealed the ATs had similar perceptions regarding their roles
in teaching practicum. They believed that their major role in teaching practicum was
providing professional support to TTs, which is one of the two themes developed in the
content analysis. Emotionally supporting TTs was the other theme produced from the
analysis.

Providing Professional Support

The ATs stated during the interview that the most significant role they performed in
teaching practicum was supporting TTs in gaining experience in teaching English through
getting TTs to observe their instructional practices and to practice teaching. The ATs also
highlighted the significance of providing supportive and critical feedback to TTs following
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their teaching practices. Moreover, they emphasized the importance of giving TTs as many
chances as possible to put what they had learned at university into practice and to experience
what happened in real classrooms.
I believe that we, as ATs, should try to help TTs experience what happens in the
real world. Because what is taught at university may not be put into practice
when the teacher teaches in the classroom. I mean, I personally experienced the
same thing, too. But in teaching practicum, TTs firstly observe us and students,
and then, practice teaching. We observe their teaching, evaluate their
performance and give feedback about their strengths and weaknesses in
teaching. TTs sometimes ask us questions about the techniques we employ in
lessons and we have conversations with them about why we do what we do. (AT
3)
I think I help TTs learn about what it means to be a teacher when they are doing
their practicum. They practice teaching in practicum and learn to manage the
classroom, give feedback to students, plan interesting lessons and how to assess
students. They may learn about these issues theoretically at university, yet they
experience what happens in real teaching once they start to do their practicum.
(AT 1)

Offering Emotional Support

The ATs articulated in the interviews that the TTs they had mentored were in need of
emotional support regardless of how self-motivated they were on the grounds that they
occasionally felt helpless to manage the classroom and correct the mistakes made by students
without discouraging and demotivating them. The ATs also stressed the importance of
carrying on friendly conversations with TTs to encourage them in their long and difficult
journey of being a teacher.
I think my major role in mentoring is providing emotional support to TTs. I
remember TTs asking for help with strategies they can use in classroom
management and in using their voice effectively. When I was doing my own
practicum, I experienced similar problems and needed my AT’s support;
therefore, I really understand how they feel in the classroom. Actually, what they
need is hearing that they will learn to overcome such problems and be successful
teachers. I mean they need to be motivated and I believe this is my most
important role in practicum. (AT 4)
In the same vein, AT 2 expressed:
I believe that teaching practicum is the most important part of pre-service
teacher education. Pre-service teachers may either look forward to starting to
teach or hate teaching depending on their practicum experiences. I think the
most important thing I do as supervising TTs is supporting them emotionally and
telling them that they will learn to overcome problems.

Perceptions of the ATs of the Sufficiency of the Length of Teaching Practicum

The ATs thought that 14-week-teaching practicum, one day per week, was inadequate
for preparing TTs for the complexities of real teaching inasmuch as TTs were supposed to
learn about the operation of school system, observe students and their ATs and teach four
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times in this limited time frame. For this reason, they all believed that the length of teaching
practicum was to be increased to aid TTs in getting prepared for the teaching profession.
I believe that the length of practicum is really insufficient and should be
increased. Can you tell me how 14 weeks could be adequate for preparing TTs
for teaching? How can a TT learn what being a good teacher requires in 14
weeks? I believe that they need to begin to do their practicum at the beginning of
the 3rd year of study so that they can spend more time in schools and gain more
experience of what happens at schools, and what should be done to make
teaching effective for students. (AT 2)
I don’t think the length of teaching practicum is sufficient. I believe that a TT
needs to spend one whole year at a primary school, a term at a secondary school
and another term at an upper secondary school. One day in each week for 14
weeks is not enough for TTs. I am sure about that because when I was a TT, I
had a similar teaching practicum experience in terms of its length, and at those
times, I had the same opinion about the inadequacy its length. (AT 4)

Contribution of Teaching Practicum to the Professional Development of the Last TTs the ATs Had
Mentored

The ATs highlighted in the interview that teaching practicum contributed a lot to the
last TTs they had mentored. The content analysis revealed that the major areas in which the
TTs developed professionally included classroom management, building self-confidence in
their teaching skills, effective time management, preparing supplementary materials for
students and lesson planning.
On the first day of the practicum, X was anxious and did not know how to
address students. He could not arrange the tone of his voice, and because of this,
the students sitting at the back row could not hear him and shouted “Teacher,
we can’t hear you”. Moreover, he was not self-confident, but at the end of
practicum, he learned how to address students in the classroom and how to use
his voice as a teaching tool due to practicing teaching and observing me
teaching. (AT 3)
Y was totally a different TT at the end of the practicum. She had no idea about
when a teacher needs to use supplementary materials, how to prepare them,
when to use them and how to adapt them, but after working with me, she has
learnt about how to prepare and use them. (AT 2)
Contribution of Mentoring TTs to the ATs’ Own Professional Development

Other than one AT, the other three ATs stated that mentoring significantly contributed
to their professional development. The AT who did not believe that mentoring TTs enhanced
her professional development expressed in the interview that she had been teaching for a long
time; thus, mentoring did not contribute to her own professional development. The analysis
of the responses of the three ATs stating that mentoring helped them improve themselves
professionally led to the development of the themes of prompting ATs to apply different
language teaching methods and encouraging ATs to evaluate their own teaching with a
critical eye. The ATs pointed out in their expressions that they had a chance to review
language teaching methods. They observed TTs implementing them in their teaching, and
then, felt an overwhelming desire to apply them in their own instructional practices as well
for they realized that they were effective in teaching English.
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Prompting ATs to Apply Different Language Teaching Methods

The ATs who had learnt a lot from mentoring TTs pointed out that even though they
had had a vast amount of experience in teaching, a desire stirred inside them to implement the
methods and techniques used by TTs after witnessing that they had been useful in teaching
English to students. They underscored in the interview that they knew the methods used by
TTs, however, had not implemented them in their teaching practices.
A TT taught a lesson in which she used suggestopedia and it was really effective.
Of course, I know that playing music in the classroom could establish a
comfortable environment for students, and I also know what suggestopedia is
but I haven’t given it a try in my teaching so far and I really do not know why I
haven’t applied it but the thing I know is that I will implement it in my lessons
next year, too. Observing TTs’ teaching practices is kind of refreshment for me.
(AT 2)

Encouraging ATs to Evaluate Their Own Teaching with a Critical Eye

The ATs articulated that evaluating TT teaching led them to critique their own
teaching practices as well. They stated that they had engaged in evaluating their instructional
practices occasionally before; they had not, nonetheless, critically reflected on them.
Evaluating TT teaching practices helped the ATs critically reflect on their own teaching.
Additionally, the ATs emphasized that they had conversations with TTs, though not on a
regular basis, regarding their own classroom practices and TTs commented on their teaching
performance.
I think mentoring TTs helped me develop myself professionally because I began
to evaluate my teaching, I can say, thoroughly after starting to mentor them. I
have become more aware of my weaknesses in teaching English and have been
trying to improve myself. For example, one day, a TT told me that my students
did not respond my questions because they could not understand them and
recommended that I should use simpler words in my questions. As of that day, I
have taken into account his suggestion and realized that using simpler words in
questions has been really working. I mean I have seen that my students can
answer my questions. (AT 1)
AT 2 stated: “Mentoring is a way of learning for me. I learn what to do and
what not to do when observing TTs teaching. Also, I have an idea about in which
areas I need to improve myself professionally.”

Discussion
The ATs participating in the present study viewed providing TTs professional and
emotional support as their major roles in teaching practicum. The explanations they
verbalized as to enhancing professional development of TTs in teaching practicum involved
giving feedback to them on their teaching performance and aiding them in preparing lesson
plans and supplementary materials. The perceptions of the ATs in regard to their roles are in
agreement with the related research in the literature (e.g., Beck & Kosnik, 2000; Chien, 2015;
Davis & Fantozzi, 2016; Hall et al., 2008; Li, 2009; Lin et al., 2019). Providing feedback to
TTs is highly significant for their professional development as they can raise their awareness
of their own weaknesses and strengths in their instructional practices and attempt to

Vol 47, 2, February 2022

8

Australian Journal of Teacher Education
strengthen the identified weaknesses in light of the offered feedback. Therefore, it is
encouraging to read about the viewpoints of the ATs acknowledging the value of offering
constructive feedback to TTs. Nevertheless, considering the existence of ATs not offering as
much feedback as anticipated and needed by TTs, ATs may need to be trained on the
profound significance of giving feedback to TTs and how to give useful feedback to them.
In addition to professional support to TTs, the other major role of ATs, according to the
participants, is providing emotional support to TTs. In other words, the participants purported
that motivating TTs specifically at times when they felt stuck in being able to teach English
and manage the classroom effectively was one of their pivotal roles. Likewise, the studies by
Davis and Fantozzi (2016) and Butler and Cuenca (2012) reported providing emotional
support as one of the roles of ATs. Offering emotional support necessitates establishing a
strong relationship with TTs, as is stated in the research undertaken by Black et al. (2016).
Emotional commitment to mentoring (Sandik et al., 2019) also has a crucial place in ATs’
willingness to provide emotional support to TTs. For this reason, ATs who are selected to
supervise TTs merely due to their availability may not put considerable and sustained effort
into providing emotional and professional support to TTs. The training to be organized for
equipping ATs with the knowledge and skills they are likely to use as mentoring TTs
thereupon could be considered to be the medium for accentuating the importance of offering
emotional support to TTs.
The findings as to the ATs’ conceptions of the sufficiency of the length of teaching
practicum showed that the ATs did not think a single day each week in 14 weeks was
adequate in preparing TTs for the first year of teaching. TTs might feel ready for beginning to
teach if teaching practicum is initiated in the earlier terms in the pre-service teacher education
program and its length is increased. In doing so, they can gain more experience not only in
teaching but also in observing teaching practices of more than one AT teaching students at
different levels. Moreover, TTs may acquire and develop the skills they are highly likely to
utilize in the forthcoming years in the teaching profession. It is noteworthy that TTs need to
gain teaching experience at primary, secondary and upper secondary schools in that they may
work at all levels of education in their professional lives.
The findings in the present study with regard to the ATs’ perceptions of the
contribution of teaching practicum to the professional development of the last TTs they had
mentored revealed that they observed the progress in their teaching performance. To
illustrate, the ATs witnessed improvements in the TTs’ classroom and time management
skills. The findings are in line with the research carried out to date to investigate the
professional development of TTs in teaching practicum (Choy et al., 2014; Cohen et al.,
2013). The ATs in this study also stated in the interview that the TTs gained experience in
lesson planning and complementing their teaching with supplementary materials. The
progress the ATs observed in the TTs’ classroom practices exhibits the effectiveness of
teaching practicum in the professional development of the TTs, who could have gained those
experiences in the microteaching they conducted at university to a limited extent. However,
practicing teaching in a real classroom environment could create long-lasting effects on TT
professional learning.
The results also indicated that three participating ATs conceived that mentoring TTs
helped them enhance their own professional development. Observing TTs’ instructional
practices prompted the ATs to integrate the language teaching techniques they viewed as
effective into their teaching. Moreover, the ATs deemed evaluating their own teaching with a
critical eye as another contribution of mentoring TTs to their own professional development,
which parallels the research in the related literature (Hudson, 2013; Wang & Ha, 2012).
Given the fact that teaching practicum is an environment in which joint learning takes place,
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mentoring TTs brings substantial benefits to two significant stakeholders of teaching
practicum: TTs and ATs.

Conclusion
Teaching practicum might be regarded to be a platform from which not only TTs but
also ATs could reap considerable benefits for enhancing their professional learning.
Observing, evaluating and providing feedback on TTs’ instructional practices may lead ATs
to refresh and enhance their own pedagogical content knowledge. Hence, gaining knowledge
of ATs’ viewpoints on their teaching practicum experiences could open a window into what
to do to improve the quality of teaching practicum for both TTs and them. For this reason, the
present study reported on the viewpoints of four ATs on four areas: their self-perceived roles
in teaching practicum, the adequacy of the length of teaching practicum, the contribution of
teaching practicum to the last TTs they had mentored, and the contribution of mentoring to
their own professional development. The findings showed supporting TTs both professionally
and emotionally was considered by the ATs to be the major roles of ATs in teaching
practicum. In addition, the participants pointed to the requirement for increasing the length of
teaching practicum. Further, the findings demonstrated teaching practicum contributed to the
professional development of the last TTs the ATs had supervised and to that of theirs.
Exploring ATs’ viewpoints on teaching practicum in detail, the present study can be a guide
for policy makers in the steps they will take to optimize the effectiveness of teaching
practicum for enhancing both AT and TT professional learning. Moreover, this research
could encourage ATs in diverse settings supervising TTs from distinct subject areas to ponder
upon their teaching practicum experiences, which might facilitate their own professional
learning.
Considering the number of the participants, it is obvious that the findings cannot be
generalized to other contexts, indicating the need for further research to be carried out in an
attempt to thoroughly examine ATs’ views about teaching practicum. However, it is
promising that teaching practicum caters for enhancing the professional development of not
only TTs and but also ATs. Thus, it could be assumed that the longer is the better for both
parties.
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